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ABSTRACT 

This review of the effective sct^ools literature 
focuses on six teaching factors: the nature of i struct ional 
materials, lower versus higher order skills, classroom reinforcement 
practices, teacher selection, teacher training, and individual versus 
whole-group instruction. Different from earlier studies, the review 
concentrates on specific instructional factors, involves a more 
comprehensive set of studies than has been previously assembled, 
points out which studies were methodologically flawed, and describes 
their errors. By identifying maverick schools and their 
characteristics, this review shows that there are two types of 
effective schools. The first (and most common) type is organized 
around curriculum objectives, a single textbook series, and reading 
and mathematics skills measured by standardized tests. The second is 
organized around a well-rounded liberal arts curriculum, a diverse 
set of materials, higher-order skills, and student development. Both 
types of effective schools generally pick their own teaching staffs, 
provide practical inservice training built into the instructional 
program, and use flexible small-group instruction or 

individualization rather than whole-group instruction. Flawed studies 
prevented any firm conclusions - concerning the use of phonics or 
direct instruction. The evidence on classroom reinforcement patterns 
was contradictory. A nine-page bibliography is appended. 
(Author/lW) 



* Reproductions supplied by EDRS are the best that can be made * 

* from the original document. * 



IMSTRDCTIOMAL FACTORS IN EFFECTIVE SCHOOLS: A REVIEW OF 

THE RESEARCH 



U.S. DEPARTMENT DF EDUCAHDN 

Office of Educational Research and Improvement 

EDUCATIONAL RESOURCES INFORMATION 
CENTER (ERIC) 

.^S^his document has been reproduced as 
**^r^eived from the person or organization 

originating iL 
□ Minor changes have been made to improve 

reproduction quality. 

• Points of vieworopiP' .)ns staled m this docu- 
ment do not necessanly represent official 
OERI position or policy. 



"PERMISSION TO REPRODUCE THIS 
MATERIAL HAS BEEN GRANTEH BY 




TO THE HDUCATIONAL RESOURCES 
INFORMATION CENTER (ERIC)." 



This paper was prepared for the North Central 
Reg ional Educational Laboratory o Funds for the 
research and writing were provided by the School of 
Education, University of Wisconsin at Madison. The 
opinions expressed in this paper do not necessarily 
reflect the position, policy, or endorsement of the 
University of Wisconsin or the North Central 
Regional Educational Laboratory. 



Prepared by: 

Lawrence C. Stedman 
Graduate :>tudent 
Educational tolicy Studies 
University of Wisconsin 
Mad i son , Wiscons in 
May 1985 

Revised December 1986 



BEST copy AVAIUBLE 



This review of the effective schools literature focuses on 
six teaching factors: instructional materials, lower vs. higher 
order skills, classroom reinforcement practices, teacher 
selection, teacher training, and individual vs. whole group 
instruction. It shows that there are two types of effective 
schools. The first was organized arouni curriculum objectives, a 
single textbook series, and the reading and math skills measured 
by standardized tests. The second was organized around a 
well-rounded liberal arts curriculum, a diverse set of materials, 
higher-order skills, and student development. 

Both types of effective schools generally picked their own 
teaching staffs, provided practical in-service training built 
into the instructional progrc^.m, and used flexible small group 
instruction or individual izat ion rather than whole group 
instruction . 

Flawed studies prevented any firm conclusions concerning the 
use of phonics or direct instruction • The evidence on classroom 
reinforcement patterns was concradictory . 



"Instructional Factors in Effective Schools ; A Review 

of the Research" 



This review of the effective schools literature pays par- 
ticular attention to six teaching factors: the nature of 
instructional materials, lower vs. higher order skills, classroom 
reinforcement practices, teacher selection, teacher training, and 
individual vs. whole group instruction. The studies surveyed are 
"effective schools" studies as opposed to "school effects" 
studies (see Ralph & Fennessey, 1983). That is, the research 
design consisted of identifying maverick schools and their 
characteristics. I have excluded studies that used the tradi- 
tional school effects methodology in which researchers examine 
variations in achievement as a function of school characteristics 
across an entire sample of schools (e.g. Coleman et al, 1966). 

The literature has been reviewed several times before (see, 
e.g., Edmonds, 1979a? Glenn, 1980; Purkey & Smith, 1983; Ralph & 
Fennessey, 1983). Early reviewers were laudatory, presenting 
findings without regards to the quality of the studies. Later 
reviewers were critical, pointing out numerous errors in methodo- 
logy, but they did not systematically assess the literature's 
support for the early reviewers' summaries. One consequence has 
been that the Edmonds' five factor model has been widely popular- 
ized and continues to be the basis of school improvement pro- 
jects, yet the literature does not support it (see Stedman 
review, 1985) . 
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In summarizing the literature, early reviewers made several 
mistakes^ overlooking studies that refuted Edmonds' formulation, 
overlooking data in studies that contradicted the researchers' 
conclusions/ making errors in describing researchers' con- 
clusions, and ignoring the quality of the studies. 

To avoid such problems, this review differs from previous 
ones in several important respects. It concentrates on specific 
instructional factors rather than the Edmonds' model. These 
factors can provide concrete guidance for improvement projects 
whereas some of the Edmonds' factors, such as high teacher 
expectations and positive school climate, are abstract and hard 
to duplicate. This review also involves a more comprehensive set 
of studies than has been prev/iously assembled. I examined the 
most widely reported studies as well as a number of important 
studies that have received little attention. These include 
Silberman's pioneering study (1970) and effective school studies 
of the 1966 EEOS Coleman data (Edmonds and Frederiksen, 1979; 
Fetters and Thompson, 1970), the SAT decline (Thomson and 
DeLeonibus, 1978; Echternacht, 1977), and Massachusetts elemen- 
tary schools (Ellis, 1975). This last is important because 
researchers used a blind design and systematically evaluated 
school characteristics. 

Finally, to ensure that my conclusions are based on the 
higher quality studies, I point out which studies were methodo- 
logically flawed and describe their errors. Three major 
errors are worth describing at the outset. First, several 
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researchers failed to properly control SES, yet if the composi- 
t.lonal component of a school's achievement is not controlled , we 
car. not be sure the school is truly effective. The school's high 
achievement might be due to a favorable composition rather than 
school organization and practicer. 

Second/ many researchers selected "^schools that did not have 
very high achievement. In such cases , school characteristics 
purported to be associated with effectiveness may not be. In 
improving £ -^hool studies , for example, schools were selected if 
they had improved relative to their beginning achievement level. 
Because this beginning achievement was often quite low^ a school 
could improve and yet still hav-^ very low achievement. In 
outlier studies r schools were selected if they h^^.d done better 
than one would have expected given their social composition. 
Because the expected achievement level for low-income schools was 
quite lowr low-income schools could do enough better-than-ex- 
pected to be classified effective and yet still have very poor 
achievement (Klitgaardr 1975; Cohen, 1980, p. 8; Rowan, Bossert, 
& Dwyer, 1983) . 

The third error involved the lack of comparison schools. 
Ellis (1975) described this serious problem: 

Studies that confine themselves to looking at 
successful studies to see what makes them succeed 
run the risk that the school factors they identify 
as being related to excellence may very well exist 
either to varying degrees or with equal potency in 
failing schools, (p. 9) 

Yet in many cases researchers selected only successful schools. 
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In what follows r I do not always reach definite conclusions 
about tiie literature- either because too many studies were 
flawed or because there was conflicting evidence. It should also 
be noted that many researchers did not address the six instruc- 
tional factors at issue. Nevertheless , several conclusions are 
reached/ particularly concerning the organization of instruction 
and the utility of in-service training. 

Nature of the Curriculum and Materials 

Many researchers concluded th?.t phonics instruction and 
pljonics based instructional materials were crucial for effective- 
ness. Weber (1971), for example, in one of the pioneering 
effective schools studies, identified four exceptional low-income 
schools: Woodland in Kansas City, Ann Street in L.A., PS 11 in 
New York City, and Finley in Harlem. All had achieved mid- 
dle-class achievement levels in 3rd grade reading. He found that 
all four schools used phonics more than the typical inner-city 
school. Two employed the Sullivan reading series which was 
phonics based and the other two employed an extensive array of 
phonics materials. He conclu-Jed that a phonics emphasis was a 
prerequisite of reading success. 

Benjamin (1980b) , a journalist for the Cincinnati Post, after 
a national survey of effective elementary schools, also concluded 
that an emphasis on phonics was essential. He blamed the 
International Reading Association and the National Council of 
Teachers of English for impeding progress by supporting "language 
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experience" approaches to reading. He identified phonics 
programs in several schools, including the Beasley Academic 
Center in Chicago, Wesley in Houston, and Robinson in East St. 
Louis. These schools were all located in impoverished com- 
munities yet had achieved national norm or higher test scores. 
The latter two had achieved success through the use of the 
Engelmann-Bereiter DISTAR (Direct Instruction Systems for 
Teaching and Remediation) program, a drill based, small group 
scripted instructional system that stresses phonics. 

Fuerst (1976) described 12 elementary schools and one school 
district in Chicago that had also used DISTAR to achieve grade 
level success. 

Although Glenn (1980) did not reach specific conclusions 
about phonics, one of her effective school examples, the Richmond 
school district, employed a city wide reading series that was 
phonics based. Using this series, the district, whose students 
were predominantly poor and black, had raised its elementary 
school scores to near national norms. 

Before we embrace a rush to phonics based instruction, 
however, several other studies should be considered. California 
(1980) researchers, in a study of the implementation of the 
state's Early Childhood Education program (ECE) , expressly warned 
against an overemphasis on phonics as they found it to be 
associated with decreasing scores (pp. 24-6) . They advocated 
instead a balanced approach with an emphasis on integrated skills 
such as comprehension and story writing. Their study was focused 
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on schools with low initial achievement. Hentoff (1977) observed 
PS 91, a Brooklyn elementary school with national norm perfor- 
mance in spite of having over half the students on free lunch and 
81% black. Although he found that teac^hers were using a concre; ^ 
approach to phonics, the striking feature of the curriculum was 
its emphasis on good literature. Ellis (1975) found that 
effective and ineffective schools placed an equal emphasis on 
phonics. 

Problems with most of these studies prevent drawing con- 
clusions about phonics. These problems affected both the studies 
that showed phonics important and those that did not. Benjamin , 
for example r had no comparison schools, so we do not know if his 
schools employed phonics any more than did other low-income 
schools. The Beasley Academic Center's high test scores may have 
been due to its selective admissions policy whose effects were 
not controlled. Weber's schools only demonstrated their effec- 
tiveness through 3rd grade, but it is the 4th grade and on at 
which the decline of low-income scores becomes severe. One of 
the schools. Woodland, only demonstr^ ted its effectiveness for 
one year. Fuerst presented only one year of data for his 12 
schools, so we do not know if the schools maintained their 
effectiveness over time. The achievement data on all but one 
school involved only the 2nd grade and 4 of the schools were high 
SES, so their grade level success is hardly exceptional. He had 
6th grade achievement data on Olive, but no SES data. The 
California study was limited because researchers failed to 
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control for compositional changes in the schools. Many had large 
influxes of Spanish speaking students and shifts in their racial 
majorities (California, 1980, p. 7). One-half of the decliners 
had major compositional changes (pp. 13, 17), and one improver 
had increased scores so dramatically it was considered an anomaly 
(p. 39) . The study was also limited because it was confined to 
schools participating in the ECE program, an individualized small 
group instructional program. 

Other approaches to teaching reading have also been advocated 
by reviewers of the literature. Hoover (1978), after a review of 
several journalistic accounts and visits to a few "effective" 
schools, claimed that a structured orthographic approach to 
reading characterized black schools at grade level. Many of her 
references, however, did not mention this and two of the 15 were 
not at grade level in spite of her claim (New York A, Grant) . 
Six otherrs had no data and 4 v;ere private schools with no control 
for SES or selective admissions. 

Austin (1981), who was the senior researchers in Maryland's 
outlier study (1976) , reviewed state sponsored outlier studies 
and concluded that effective schools tend to use a single 
textbook series for all teachers at all levels (p. 45). His 
conclusion was supported by other researchers. Venezky and 
Winfield (1979) compared two similarly composed urban schools, 
one of which improved from a year behind to above grade level and 
the other of which remained a year behind. They concluded that a 
single program, left in place for several years, was instrumental 
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to effectiveness. The Richmond school district, as noted, used a 
single curriculum series. Those schools that employed the DISTAR 
method and those that used the Chicago Mastery Learning program 
(e.g. the May school described by Benjamin, 1980b) also employed 
one main curricular system. Many other schools displayed 
articulated curricula with instruction, materials, and testing 
well integrated. These included PS 27 (Fruchter, 1981), ESEA 
schools studied by Wellisch et al (1978), mastery learning 
schools studied by Levine and Stark (1981, 1982), and a host of 
others (Stedman, 1985) . 

In contrast, several other studies showed that effective 
schools achieved success using a diverse array of materials. PS 
11 (Weber, 1971), for example, used materials from 8 or 9 reading 
series; Finley (Silberman, 1970; Weber, 1971) employed a wide 
range of story books and library books; PS 91 (Hentoff, 1977) 
used the Open Court reading series which they had adapted for 
their own purposes and taught with a variety of supplementary 
materials from other reading series. California researchers 
(1977), after identifying 21 pairs of schools through an outlier 
analysis, determined that it was the ineffective schools rather 
than the effective schools that relied more often on the same 
materials for all students. Most schools, though, whether 
effective or ineffective, used different materials with different 
groups. Ir^ California's (1980) study of the ECE program, 
researchers warned against reliance on materials to do the 
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teaching r stressing that in schools with improving scores new 
concepts and skills were taught personally. 

Several of these studies were poorly executed, particularly 
with regards to school selection^ Austin's review of outlier 
studies r for example, was flawed. Few of the studies emphasized 
a single textbook series or articulated curriculum as he claimed? 
as often happened in outlier studies, many schools had low 
ach ievement ; and at least two studies involved inadequate SES 
controls (The New York and Maryland studies had SES problems- 
see Purkey and Smith, 1983). School achievement levels in many 
other studies were so low that the presence of a coordinated 
instructional program suggests it does not necessarily produce 
effectiveness. None of Wellisch et al's "successful" schools, 
for example, had 5th grade reading scores above the 30th percen- 
tile and only one did in math. Levine and Stark's conclusions 
about the need for a well-coordinated program was practically 
inevitable. The 9 schools and the one school district they 
studied were selected because they had either implemented mastery 
learning or a school wide approach to instructional improvement. 
They also studied only improving schools so whether such ap- 
proaches are always successful cannot be determined. Further- 
more, their conclusion can be questioned because in spite of 
improvements, most students in these schools still remained at 
low achievement levels. In the 3 New York schools, 54% to 71% of 
the students were still behind grade level and this was after 
excluding limited English students from the testing. At the May 
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school, cohorts were actually losing ground and after "improve- 
ment" were 1.7 years behind grade level. The 3 L.A. schools were 
below the 29th percentile in reading and math; their percent of 
reading objectives passed were up only 16 , 2, and 3 points. At 
Powell 10 and 12 year olds had lost ground in reading. Only at 
Woodson had the improvements brought the school near grade level. 
California's ECE study (1980), as previously described, was also 
flawed as a result of failing to control compositional changes. 

In Gpite of these poorly executed studies, we can still reach 
some conclusions about the nature of materials in effective 
schools. Many studies did involve well-selected schools and 
these show both patterns: some focused on a single textbook 
series or integrated test/curriculum approach while others 
focused on a diverse array of materials. It seems that there are 
actually two different ways of organizing instruction to produce 
effectiveness . 

In a previous review of the literature, I identified the most 
successful schools in the literature- those that had achieved at 
grade level or higher for several years in spite of having 
predominantly poor student bodies (Stedman, 1985) . After a 
careful analysis of observer descriptions concerning these 
schools, I determined that were actually two types of effective 
schools- one focused narrowly on testing and curriculum objec- 
tives; the other on well-rounded academic programs. The 
test-based school typically employed a single textbook series or 
well defined curriculum with reading and math broken into small 
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subskill exercises and frequent testing on the material; the 
well- rounded schools employed a diverse set of reading mater ials, 
linked more to good literature than to testing, and emphasized 
student development and the liberal arts more than reading and 
math test scores. I am not the first to notice this. Several 
effective school researchers implicitly or explicitly recognized 
the existence of these two effectiveness patterns (see, e.g., 
Silberman, 1970; Weber, 1971; Ellis, 1975). Interestingly, both 
sets of schools shared a set of supporting characteristics that 
appeared instrumental in their effectiveness. These included: 
personal attention to students, effective utilization of teach- 
ers, parental, educational and political involvement, ethnic and 
racial emphasis, student responsibility, discipline as a 
by-product of organization, and preventative teaching. However, 
because few of the studies involved comparison schools, these 
supporting characteristics are not yet scientifically validated 
(Stedman, 1985) . 

Lower vs. Higher Order Skills 

Results at the high school level were limited to one study. 
Echternacht (1977) found that high schools with declining SAT 
scores appeared to have made a greater effort to expand basic 
skill instruction than high schools with stable SAT scores. He 
attributed this, however, to a reaction to the score decline 
rather than a cause of it. He also found that both decliners and 
maintainers had been slow to adopt the teaching of concepts over 
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calculation in mathematics. Both sets of schools had similar 

emphases on grammar and creative writing. He concluded that 

"changes in the curriculum explain little of the SAT decline for 

this study's sample of schools" (p. 5). 

At the elementary school level, several researchers were 

adamant that a focus on higher order skills was necessary to 

achieve effectiveness. In the California ECE study (1980), for 

example, researchers concluded: 

Schools where the curriculum presented low- level 
tasks, rote response, and little else had decreas- 
ing scores; while at schools that had selected 
more comprehensive curricula and where mastery and 
competence were expected and demanded, scores were 
increasing . (p. 16) 

They found that schools that concentrated largely on reading hurt 

reading scores, whereas those where students used and applied 

reading skills in a wide range of curricular areas, improved 

scores. 

Levine and Stark (1981) , after studying a set of improving 
schools, also believed that more successful schools placed a 
greater emphasis on higher order cognitive skills. As noted, 
however, both of these studies had problems with school selec- 
tion. 

Still, a number of effective elementary schools did emphasize 
higher order skills, often built upon a program of basic skills. 
At the May school, for example, the mastery learning program not 
only involved lower order skills but stressed analogies, inferen- 
ces, and reasoning skills (Benjamin, 1980b) . PS 27 deliberately 
added a comprehension component to their test-based curriculum 
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(Pruchter, 1981). At PS 91^ teachers not only taught phonics and 
simple skillsr but emphasized inferential reading and other 
higher order reading skills (Hentoff, 1977). 

Other effective elementary schools appeared to achieve 
success by concentrating on lower order skills, using deliberate- 
ly structured drills on basic skills. These included the DISTAR 
schools (Wesley r Robinson, East St. Louis school district 
schools, Benjamin, 1980b) . 

Curriculum designers have clashed over the different ap- 
proaches to elementary school effectiveness. Those involved in 
the DISTAR and mastery learning systems, for example, have 
derided each other's efforts. As one investigator described it: 

But Engelmann views that program's (mastery 
learning) stress on covert conceptual operations, 
such as making "mental pictures" of actions 
described in reading passages, as "amateur ish"- 
too unspecific. 

Conversely, the creator of mastery learning charges 
that DISTAR amounts to "answering not thinking." Said 
Chicago's Michael Katims: "It's like what was used on 
prisoners in the Korean War." (Benjamin, 1980b, p. 84) 

It seems, however, that both the higher and lower order skill 
approaches can be successful. 

As noted, effective schools come in two types. The 
test-based schools tend to focus narrowly on reading and mathe- 
matics and on the lower order skills that characterize standar- 
dized and criterion- referenced tests. The well-rounded schools 
tend to focus on broad curricula and higher order, integrated 
skills. So it is possible to achieve effectiveness both ways 
(see Stedman, 1985, for an elaboration.). Ellis (1975), for 
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example, in one of the best executed effective schools studies 
(it involved a blind design), described the two types of effec- 
tive schools. A majority of the urban effective poverty schools 
had achieved grade level by emphasizing drill instruction of 
basic skills and ignoring the use of reading skills. Students 
were often treated harshly in these schools. By contrast, the 
other schools had positive learning atmospheres, high quality 
teaching, and emphasized the ways to use reading for pleasure and 
information. As Ellis described the drill-based schools: 

...they give the impression of having been 
Unsuccessful schools that attempted to improve 
student achievement through drill and practice 
alone. Thus, it seems, they emphasize reading by 
emphasizing little more than the reading skills 
measured by standardized tests, (p. 26) 

Because students in these schools had high test scores but had 

spent little time using these skills, Ellis concluded that 

standardized tests may not measure the reading skills "normally 

associated with the designation 'reader'" and performance on them 

should be considered an "insufficient criterion" for judging 

effectiveness (p. 20) . 

This is an important observation. As long as our outcome 

measures primarily emphasize lower order skills, the schools that 

do well will likely involve those that emphasize lower-order 

skills. If we adopted measures that involved primarily higher 

order skills, many of the schools that recently have been found 

effective, particulc :ly those that are drill based, would no 

longer do well. Our prescriptions on how to produce effectivc*- 

ness in urban schools might also change. 

17 
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Classroom Practices 

Three factors are discussed in this section: direct instruc- 
tioHr classroom crganizationr and reinforcement patterns. 

Although several commentators have felt that the findings of 
effective schools research parallel those of classroom research, 
particularly in terms of direct instruction, this reviewer 
concludes otherwise. Too few of the studies that dealt with this 
issue were well executed, and there was contradictory evidence. 

To begin with those claiming support for direct instruction, 
Austin (1981) concluded after his review of stata sponsored 
outlier studies that direct instruction and highly structured 
learning experiences were essential to effectiveness. Benjamin 
(1980b) , after his national survey, also concluded that "direct 
teaching styles" were necessary and particularly criticized the 
advocates of open education. Certainly the DISTAR and mastery 
learning schools he observed used direct instruction techniques. 
As already discussed, both of these surveys had major problems. 
Many of the studies Austin reviewed did not even describe direct 
instruction and the schools were often poorly selected. Some of 
the schools Benjamin studied had low achievement and there were 
no comparison schools. 

Other reviews and studies suggested direct instruction was 
not a crucial factor. Clark, Lotto, and McCarthy (1980), for 
example, after an extensive review of more than 1200 studies of 
urban schools and urban education, concluded that, while a 

-18 
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structured environment was important , instructional style was 
not. California (1980) researchers concluded that direct 
teaching was not present in either ECE improvers or decliners. 
New York (1974b) researchers found that there were no differences 
in reading instruction between two urban poverty schools , one of 
which had higher achievement. Venezky and Winfield (1979) found 
that curricular leadership not instruction was the crucial factor 
and concluded that research needed to be "shifted away from 
instructional methods and teacher accountability and onto the 
principal's leadership role and the efficiency of the entire 
building's instructional program" (p. 38). 

These studies, however , also had problems. Clark, Lotto, and 
McCarthy used only minimal criteria to screen studies; they did 
not, for example, consider the quality of SES controls. Weak- 
nesses in the California ECE study have already been described. 
The "effective" New York school can hardly be considered a model 
because 66% of its sixth graders were two or more years behind 
grade level. The lack of difference in reading instruction might 
be attributable to the inconsequential difference in achievement. 

Other evidence in the literature also raises doubts about the 
direct instruction conclusion. Direct instruction is usually 
described as involving whole group or small group instruction 
with active teaching by the teacher. It is distinguished from 
individualization and open education approaches. But as I 
discuss in a subsequent section, many effective schools employed 
individualization to achieve success, and as discussed below. 
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classroom organization, whether traditional or open, did not 
distinguish effective from other schools. 

It would be a mistake, therefore, to make any unqualified 
assertions about the relationship between effective schools 
research and direct instruction. 

Classroom organization does not appear to be an effectiveness 
factor. Nearly all researchers who considered it, concluded that 
effective schools' organization could range from traditional to 
open (Brookover & Lezotte, 1979; Clark, Lotto^ & McCarthy, 1980; 
Schternacht, 1977; Glenn, 1981; New York, 1976; Salganik, 1980). 
Glenn, for example, found that Richmond's schools varied in their 
organization, some were open, some traditional, and some were 
alternative. New York found that open, non-graded, and multi- 
-aged organizations did not distinguish positive-residual public 
schools from average-residual schools. In a survey of Baltimore 
City high and average achieving elementary schools, Salganik 
found that effective schools encouraged teachers to use their 
preferred teaching styles, so that even within the effective 
schools there were marked differences in classroom organization. 
He was so struck by this characteristic that he coined the phrase 
"variable organization" to describe effective schools. Only 
Maryland researchers (1978) found differences in the opposite 
direction. High residual schools were more often traditional and 
never open (72% of high residual schools were traditional vs. 50% 
of low residual schools; 0% were open vs. 25%). 
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Pew conclusions can be reached about reinforcement practices 

in effective schools. Several researchers made extensive 

classroom observations, but their results provide a conflicting 

array of evidence. Brookover et al (1979) studied two pairs of 

low SES schools f one black and one white , whose achievement 

differed substantially. They found that teachers in the higher 

performing schools predominantly used clear and appropriate 

rewards whereas those in the lower performing schools often used 

inappropriate and confusing ones. The problem in interpreting 

these findings is that their categorization of rewards was 

counter-intuit ivo. They gave the following teacher critique of a 

3rd grader as an example of an appropriate response. 

"You're never going to fit it all on one line if 
you start in the middle... and Wednesday begins 
with a capital letter , not a small one." She then 
erased the student's work and said, "Now do it 
over. "..."A capital, I said, don't you know what a 
capital 'W" looks like? Here watch me. " . . . "Well, 
see, I knew you could do it, that's very good, 
keep it up." (p. 88) 

Students probably did well in spite of, not because of, such 

treatment. Responding with "Good try" or "That's close" was 

considered confusing (p. 106) . Brookover et al, for some reason, 

felt that students couldn't tell whether effort or mastery was 

being rewarded (p. 129) . This confusing scheme obscured the 

connection between rewards and effectiveness. 

In the California ECE study (1980) , classroom observers found 

that teachers in schools with increasing scores asked more 

open-ended questions and provided more acknowledgement to 

students, but gave less corrective feedback. Interestingly, they 
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spent more time in social conversation and less time in instruc- 
tional activities than did teachers in schools with decreasing 
scores (p. 43) • 

Maryland (1978) found little difference in teachers' class- 
room behavior in effective and ineffective schools. Students 
judged teachers equal on friendliness and understanding, caring, 
being thought-provoking, and making students feel they could talk 
about their problems. On 6 of 7 classroom observational scales, 
researchers rated teachers equal. On differentiation (in- 
dividualization) ineffective school teachers rated somewhat 
higher. Using the Reciprocal Category System, researchers found 
effective school teachers doing more correcting and more elicit- 
ing, while ineffective school teachers were doing more directing. 
These were, however, averages with so much overlap among schools 
that no firm conclusions should have been drawn. 

New York researchers (1976) studied classroom practices in 7 
positive residual and 7 negative residual schools. They con- 
sidered two types of reinforcement: general and instructional. 
As to general support, they found that teachers in the high 
residual schools provided more positive than negative reinforce- 
ment, whereas teachers in low residual schools provided more 
negative than positive. This was true, however, only for grades 
1-3. Reinforcement patterns were similar for grades 4-6. As to 
instructional support, teachers in both sets of schools provided 
more positive than negative reinforcement, but teachers in high 
residual schools did provide somewhat more frequent positive 
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feedback. Again, these differences only manifested themselves 
for grades 1-3. This study has been criticized for its poor 
selection of schools because inadequate SES controls were used 
(Purkey & Smith, 1983). Also, it should be noted that observers 
infrequently visited the schools in the morning which was when 
reading was taught (New York, 1976, p. 40). This limits the 
validity of the conclusions, particularly with regards to 
instructional reinforcement . 

Rutt-sr et al (1979) followed a group of London 10 year-olds 
through 12 secondary schools attempting to determine the effect 
schooling had on attendance, academic achievement, school 
behavior, delinquency, and employment. This study, which 
received much popular attention and was widely heralded, has been 
devustatingly critiqued (see, e.g., Acton, 1980; Eigerman, 1980; 
Heath and Clifford, 1980, 1981). The criticisms covered the 
major aspects of the study: the achievement level of the 
schools, methods of data analysis, construction of process and 
outcome variables, intake controls, and interpretation of 
findings. Rutter and his researchers visited classrooms and 
studied reinforcement patterns, but only 1 of 6 punishment 
variables and only 1 of 5 reward variables were associated with 
achievement (pp. 120, 124) . The one reward variable was the 
display of children's work on the walls, which seems irrelevant 
in high schools! 

The studies of classroom reinforcement patterns, therefore, 
are inconclusive. 
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Teacher Selection 

Several researchers concluded that schools that recruit their 
own staff are more likely to be effective (Austin, X981; Ben- 
jamin, 1980b, p. 89; Hentoff, 1977; Salganik, 1980). Several 
others concluded that effective schools are more likely to have 
assigned staff (California, 1977; Edmonds & Frederiksen, 1979; 
Maryland, 1978) . The researchers who emphasized hand-picked 
staffs, however, had studied schools that had achieved high 
performance levels, at or above grade levels, for several years. 
The other researchers had either poorly selected schools or had 
studied schools with only one year of achievement data. It seems 
reasonable to conclude that schools in which principals pick the 
teachers they want or in which teachers voluntarily choose to 
teach are more likely to be successful. At PS 91, for example, 
the principal culled the best of the student teachers and thereby 
ensured high quality teachers who were in tune with the school's 
philosophy and were experienced with its organization (Hentoff, 
1977) . The Sarah M. Roach public school in Baltimore had 
recently hired 9 teachers, 6 of whom had requested transfer to 
the school (Glenn, 1981). Salganik (1980) noted that principals 
in the effective schools he observed seemed adept at getting rid 
of ineffective teachers and attracting good ones. 

Teacher Training 

Nearly all researchers and many reviewers found that in- 
Service training was essential to effectiveness (Austin, 1981; 
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Benjamin^ 1980b; Clark, Lotto, & McCarthy, 1980; Ellis, 1975; 
Pliegel, 1971; Glenn, 1981; Hentoff, 1977; Hoover, 1978; Jackson 
et al, 1983; Levine & Stark, 1981, 1982; Lonoff, 1971; Phi Delta 
Kappa, 1980; Purkey & Smith, 1983; Salganik, 1980; Weber, 1971). 
Most of these researchers were quite specific about the type of 
training that was important. They described practical, on-the — 
job training tailored to staff and student needs. They did not 
describe after-school workshops in effective school theory or 
advocate central-of f icx^ mandated programs. The training was 
built into the instructional program. It involved demonstration 
lessons for inexperienced teachers (PS 20: Lonoff, Salganik); 
extra preparation periods for novices, watching experienced 
teachers (PS 91: Hentoff); video taping of teachers' performance 
(PS 146: Silberman, Fliegel) ; principal observations and evalua- 
tions (Finley: Weber; Waverly, Richmond: Glenn); summer training 
(Hoover) ; a "buddy" system (Salganik) ; practical help in select- 
ing materials, determining levels, etc. (PS 146: Fliegel); focus 
on teaching behaviors rather than latent characteristics (Clark, 
McCarthy, & Lotto) ; and was tied directly to the planning and 
operation of the instructional program (Jackson et al, Levine & 
Stark, Purkey & Smith). 

Although there was overwhelming support in the literature for 
in-service training, one major caveat is in order. Most of these 
studies involved no comparison schools, so we do not know whether 
the extent of teacher training in these schools exceeded that in 
average or ineffective schools, or how it differed. The presump- 
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tion could be made that many of these observers were familiar 
with the typical urban school and thus v;ere pointing out a major 
distinction of effective schools, but none made this particular 
observation and so scientifically supported conclusions about in- 
service training cannot yet be made. 

Individual vs> Whole Group Instruction 

Brookover et al (1979) were the only researchers who reported 
whole group instruction as a general characteristic of higher 
achieving schools. Nevertheless , they also noted some grouping 
in reading in grades 1-3. Many other researchers reported small 
group instruction, often for those who had fallen behind (Jeffer- 
son junior high: Anderson^ 1981; Garrison and DISTAR schools: 
Benjamin, 1980b; PS 321, PS 27: Fruchter, 1981; Waverly: Glenn, 
1981; California, 1977, 1980). A few of the researchers who 
reported grouping stressed that there was fluid movement across 
groups (Hentoff, 1977; Venezky & Winfield, 1979; Brookover et al, 
1979). One reviewer reported a mixture of small group instruc- 
tion in reading and math, and whole group instruction in science, 
social studies, and health (Austin, 1981). Many others reported 
individualization of instruction (Clark, Lotto, & McCarthy, 1980; 
Lezotte, 1981; New York, 1976; Phi Delta Kappa, 1980; Weber, 
1971). In contrast, Ellis (1975) found that effective schools 
were low on individualization, and two of Weber's four schools 
were individualized only in the general sense of paying attention 
to individual progress. 
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A poor selection of schools characterized several of these 
studiesr as did a lack of comparison groups* The particular 
flaws of many of these studies have already been described ^ so 
there is no need to repeat them here* The flaws of two of these 
studiesr however, have not been mentioned before and should be 
pointed out. Both of these were improving school studies and 
many of the schools , even after improvement , still had low 
achievement. The Phi Delta Kappa study (1980) described 8 
exceptional urban mid-Western elementary schools. Without 
specific criteria, schools were nominated by their own districts. 
Four were apparently selected because they had improved student 
achievement, but their performance was hardly "exceptional". At 
the Leif Ericson School, for example, a K-8 school, the 12 year 
old cohort had improved its reading only 1.7 grade levels in 3 
years. The 13+ cohort had managed 2.7 grade levels. Their 
improved grade levels of 5*0 and 6.5 remained well behind the 7th 
and 8th+ grade levels usually associated with those ages. At the 
Washington Park School, after improvement, only 25% of the 
students scored above grade level in math and only 23% in 
reading. As Brookover noted, this achievement "hardly justifies 
its characterization as an effective school." (Brookover, 1981, 
p. 440) . A third school. West Vigo, experienced a 2-year 
increase in ITBS scores, but no data was presented on how much 
this increase was or for which grades. On the Gates reading 
test, scores had actually dropped the first year. 
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Brookover and Lezotte (1979) selected 8 Michigan elementary 
schools- 6 improvers and 2 decliners. Many reviewers cited this 
study as an example of effective schools research. Because our 
concern is teaching basic skills^ it seems reasonable to expect 
that most students in model schools could pass 75% of the basic 
objectives. In 4 of the 6 schools^ however, even after improve- 
ment# fewer than 39% of the students were passing this basic 
skills minimum in reading / and from 1/4 to 1/2 of them couldn't 
pass even 25% of the reading objectives. The performance in math 
was better/ but two improvers still couldn't get half of their 
students to pass 75% of the objectives. Whatever conclusions the 
researchers in these two studies reached were limited by the 
schools' poor performance. 

In spite of the fact that many studies were flawed/ con- 
clusions about grouping can still be reached. It seems that most 
effective schools employed flexible grouping or individualization 
in their instruction rather than whole group instruction. 

Conclusion 

Most effective schools in the literature organized their 
instruction around curriculum objectives/ a single textbook 
series/ and a narrow focus on the reading and math skills 
measured by standardized tests. There was a set of exceptions to 
this- schools that were organized around a broad well-rounded 
liberal arts curriculum/ teaching with a diverse set of mater- 
ials/ and focused on higher order skills and student development. 
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This review also showed that effective schools employed a 
wide range of classroom structures from traditional to open, 
often hand-picked their teaching staf f s, provided in-service 
training that was practical and built into the instructional 
program^ and used flexible small group instruction or in- 
dividualization rather than whole group instruction. 

Flawed studies / though/ prevented any firm conclusions 
concerning the use of phonics or direct instruction. Finally, 
the evidence on classroom reinforcement patterns was contradic- 
tory with some studies showing differences between effective and 
non-effective schools and other studies showing none. 



29 



Bibliography 

Abramr M.J. (1981). Does Feeder School Make a Difference in 
Junior High Achievement and Attitudes? Bowling Green, 
Kentucky; Western Kentucky University. (ED 204 862) 

Acton, T.A. (1980). Educational Criteria of Success: Some 
Problems in the Work of Rutter, Maugham, Mortimore and 
Ouston. Educational Research f 22, 3, June, 163--169. 

Anderson, S.L. (1982). Turning Around Junior Highs in the 

District of Columbia. Educational Le adership, December, 
38-40. - ^ 

Armor, D.; Conry-Oseguera, P.; Cox, M. ; King, N. ; McDonnell, L.; 
Pascal, A.; Pauly, Ee? & Zellman, G. (1976). Analysis of the 
School Preferred Reading Program in Selected Los Angeles 
Minority Schools. Santa Monica, California: Rand 
Corporation. (ED 130 243) 

Austin, G.R. (1979) Exemplary Schools and the Search for 
Effectiveness. Educational Leadership , 37, 1, 10-14. 

Austin, G.R. (1981). Exemplary Schools and Their Identification. 
New Directions for Testing and Measurement , 10, 31-48. 

Benjamin, R. (1980a). Laying It on the Line. American Education ^ 
October, 6-10. 

Benjamin, R. (1980b). Toward Effective Urban Schools: A National 
Study. In The Journalism Research Fellows Report; What 
Makes An Effective School? . Washington. D.C: Institute for 
Educational Leadership. 

Bossert, S.T.; Dwyer, D.C; Rowan, B.; & Lee, G.V. (1982). The 

Instructional Management Role of the Principal. Educational 
Administration Quarterly , 18, 3, 34-64. 

Brookover, W.B. (1981). Book review of Why Do Some Urban Schools 
Succeed? The Phi Delta Kappan Study of Exceptional Urban 
Elementary Schools . In Harvard Educationa l Review, 51, 3, 
439-442. — 

Brookover, W.B. & Lezotte, L.W. (1979). Changes in School 
Characteristics Coincident with Changes in Student 
Achievement. East Lansing, Michigan: institute for Research 
on Teaching, Michigan State University. (ED 181 005) 

Brookover, W.B. & Schneider, J.M. (1975). Academic Environments 
and Elementary School Achievement. Journal of Research and 
Development in Education , 9, 1, 82-9X1 



30 

o 

ERIC 



Brookover, W.B.; Beady , C; Flood, P.; Schweitzer, J.; & 

Wisenbaker, J. (1979). School Social Systems and Student 
Achievement: Schools Can Make A Difference . New York: 
Praeger Publishers. 

Burk, K. (1979) . A Comparison of School Effectiveness Measures 
Based on Regression Models with Different Types of 
Predictors and Several Classification Procedures. Paper 
presented at annual meeting American Educational Research 
Association, San Francisco, April, 1979 . 

California State Department of Education. (1977). California 
School Effectiveness Study: The First Year: 1974-1975. A 
Report. Sacramento, California: CSDOE. (ED 151 896) 

California State Department of Education. (1980) . Report on the 
Special Studies of Selected ECE Schools with Increasing and 
Decreasing Reading Scores. Sacramento, California: Office of 
Program Evaluation and Research. (ED 188 106) 

Clark, D.L.; Lotto, L.S.; & McCarthy, M.M. (1980). Factors 

Associated With Success in Urban Elementary Schools. Phi 
Delta Kappan , 61, 7, 467-470. 

Cohen, M. (1982) . Effective Schools: Accumulating Research 
Findings. American Education , January-February, 13-16. 

Cohen, M. (1980) . Instructionally Effective Schools: Research 
Area Plan. Washington, D.C. : National Institute of 
Education, April. 

Coleman, J.S.; Campbell, E.Q.; Hobson, C.J.; McPartland, J»; 

Mood, A.M.? Weinfield, F.D.; and York, R.L. (1966). Equality 
of Educational Opportunity . Washington, D.C: U.S. 
Department of Health, Education, and Welfare, U.S. 
Government Printing Office. 

Coleman, J.; Hoffer, T. ; & Kilgore, S. (li^81) . Public and Private 
Schools. Report to the National Center for Education 
Statistics, March. 

Cuban, L. (1983). Effective Schools: A Friendly But Cautionary 
Note. Phi Delta Kappan , June, 695-6. 

D'Amico, J. (1982). Each Effective School May Be One of a Kind. 
Educational Leadership , December, 61-2. 

Daedulus. (Sponsor) (1981). America's Schools: Portraits and 
Perspectives. Volume 110, No. 4. 

Darling-Hammond, L. (1983) . The Seduction of Central Office 
Administrators By Effective Schools Research. Paper 
presented to the D.C. Superintendent's Roundtable Seminar. 
Sponsored by the Institute for Educational Leadership. 



31 



Dyer, H.S. (1966). The Pennsylvania Plan. Sci ence Education, 'sO , 
3, 242-8. 



Dyer, H.S. (1970). Toward Objective Criteria of Professional 

Accountability in the Schools of New York City. Phi Delta 
Kappan , 52, A, 206-211. 

Dyer, H.S.; Linn, R. ; & Patton, M. (1969). A Comparison of Four 
Methods of Obtaining Discrepancy Measures Based on Observed 
and Predicted School System Means on Achievement Tests. 
American Educational Research Journal , A, 591-605. 

Echternacht, G. (1977). A Companion Study. In the appendix to On 
Further Examination; Report of the Advisory Panel on the 
Scholastic Aptitude Test Score Decline . New York: College 
Entrance Examination Board. 

Edmonds, R.R. (1979). Effective Schools for the Urban Poor. 
Educational Leadership , 37, 1, 15-24. 

Edmonds, R.R. (1980). Developing Effective Schools. Presentation 
at the Year's End Conference sponsored by the New England 
Teacher Corps Network, Newton, Massachusetts, June, 1980. 

Edmonds, R.R. (1981). A Report on the Research Project "Search 
for Effective Schools..." and Certain of the Designs for 
School Improvement That Are Associated With the Project 
1974-1981. Lansing: Michigan State University. 

Edmonds, R.R. (1982) . Programs of School improvement: An 
Overview. Paper presented at National Institute of 
Education conference Research on Teaching, February, 1982. 
Washington, D.C.: NIE. 

Edmonds, R.R. (1979). Some Schools Work and More Can. Social 
Policy , 9, 5, 28-32. 

Edmonds, R.R. & Frederiksen, J.R. (1979) Search for Effective 
Schools: The Identification and Analysis of City Schools 
that are Instructional Effective for Poor Children. (ED 170 
396) 

Eigerman, H. (1980) . School Education and Social Equality. Review 
of Rutter et al's Fifteen Thousand Hours . Review of 
Education , 6, 2, 187-201. 

Ellis, A.B. (1975). Success and Failure: A Summary of Findings 
and Recommendations for Improving Elementary Reading in 
Massachusetts City Schools. Boston: Massachusetts Advisory 
Council on Education. 



32 



ERIC 



Fetters r W.B. & Thompson , B.W. Achievement-Related 

Characteristics of Elementary Schools. NCES Technical Note 
No. 66. Washington, D.C.: National Center for Education 
Statistics. 

Firestone, W.A. & Herriott, R.E. (1982). Prescriptions for 

Effective Elementary Schools Don't Fit Secondary Schools. 
Educational Leadership , December, 51-53. 

Fiske, E.B. (1984). New Look At Effective Schools. New York Times 
Education Spring Survey , Section 12, April 15, p. 1+. 

Fliegel, S. (1971). Practices that Improved Academic Performance 
in an Inner-City School. Phi Delta Kappan , 52, 6, 341-3. 

Frazier, M. (1980). Inner-City Schools That Work. Reader 's 
Digest , June, 1980, 25+. 

Frederiksen, J.R. (n.d.). Models for Determining School 

Effectiveness. Report on research supported by the Carnegie 
Corporation of New York and the National Institute of 
Education. 

Fruchter, N. (1982). A Discussion of Local School Improvement. 
MEDARP Seminar Series. New York: New York City Public 
Schools. 



Fruchter, N. (1981). Can the link between class and achievement 
be cut? In These Times , October 14-20, p. 13. 

Fuerst, J.S. (1976). Report from Chicago: a program that works. 
Public Interest , 45 , 59-69 . 

Gastright, J.F. (1977) . Some Empirical Evidence on the 

Comparability of School Unit Residuals Based on Achievement 
and Non~Achievement Variables. Paper presented at the 
Annual Meeting of the American Educational Research 
Association, New York, April, 1977. 

Gauthier, W.J. Jr. (1983). Instructionally Effective Schools: A 
Model and A Process. Hartford: State of Connecticut 
Department of Education. 

Gavzer, B. (1984). Here Are Some Of The Best. Parade, January 1, 
1984, p. 6. 

Gersten, R. ; Carnine, D.; & Green, S. (1982). The Principal as 
Instructional Leader: A Second Look. Educational 
Leadership , December, 47-50. 

Glenn, B.C. (1981). What Works? An Examination of Effective 

Schools for Poor Black Children . Cambridge, Massachusetts: 
Center for Law and Education, Harvard University. 



33 



Heath, A. & Clifford, P. (1981) • The Measurement and Explanation 
of School Differences. Oxford Review of Education , 7, 1, 
33-40. 

Heath, A. & Clifford, P. (1980) • The Seventy Thousand Hours that 
Rutter Left Out* Oxford Review of Education , 6, 1, 3-19. 

Hedges, W.D. (1980) • Attitudes of Parents, Teachers, and Students 
Towards Education in Florida High and Low Achieving High 
Schools. (ED 205 603) 

Hentoff, N. (1977). Does Anybody Give a Damn? . New York: Alfred 
Ac Knopf. 

HM Inspectorate. (1977). Ten Good Schools; A Secondary School 
Enquiry . London: Her Majesty's Stationery Office. 

Hoover, M.R. Characteristics of Black Schools at Grade Level: A 
Description. Reading Teacher , 31, 7, 757-762. 

Institute for Educational Leadership. (Sponsor) (1980). The 

Journalism Research Fellows Report: What Makes an Effective 
School? . Washington, D.C. : lEL. 

Jackson, P. (1981). Secondary Schooling for Children of the Poor. 
Daedulus , 110, 4, 39-58. 

Jackson, S.A.; Lodgson, D.M.; & Taylor, N.E. (1983). 

Instructional Leadership Behaviors: Differentiating 
Effective from Ineffective Low-Income Urban Schools. Urban 
Education , 18, 1^ 59-70. 

Jencks, C.S.; Smith, M. ; Acland, H.; Bane, M.J.; Cohen, D.; 

Gintis, H.; Heyns, B.; & Michelson, S. (1972). Inequality: A 
Reassessment of the Effect of Family and Schooling in 
America . New York: Harper £c Row, Publishers. 

Kein, M.H. et al. (1979). What Works in Reading? Summary and 
Results of a Joint School District/Federal Reserve Bank 
Empirical Study in Philadelphia. Philadelphia: Office of 
Research and Evaluation, Philadelphia School district. (ED 
176 216) 

Klitgaard, R.E. (1975). Going Beyond the Mean in Educational 
Evaluation. Public Policy , 23, 1, 59-79. 

Klitgaard, R.E. & Hall, G.R. (1975). Are There Unusually 

Effective Schools? The Journal of Human Resources , 10, 1, 
90-106. 

Larson, J.C. (1982). A Regression Approach to Estimating School 
Effectiveness Using Pupil-Level Data. Paper presented at 
the American Educational Research Association, New York, 
March, 1982. 



34 



Levine, D.U. & Stark, J. (1981). Instructional and Organizational 
Arrangements and Processes for Improving Academic 
Achievemont at Inner City Elementary Schools. Kansas City, 
Missouri: School of Education, University of Missouri. 

Levine, D.U. & Stark, J. (1982). Instructional and Organizational 
Arrangements That Improve Achievement in Inner-City Schools. 
Educational Leadership , December, 41-6. 

Lezotte, L.W. (1981). Search for and Description of 

Characteristics of Effective Elementary Schools: Lansing 
Public Schools. In Edmonds, r.r. (1981). A Report on the 
Research Project "Search for Effective Schools...". 
Lansing: Michigan State University. 

Lezotte, L.W. & Passalacqua, J. (1978). Individual School 

Buildings: Accounting for Differences in Measured Pupil 
Performance. Urban Education , 13, October, 282+. 

Lezotte, L.W.; Edmonds, R.R.; & Ratner, G. (1974). A Final 

Report: Remedy for School Failure to Equitably Deliver Basic 
Skills. East Lansing, Michigan: Department of Urban and 
Metropolitan Studies, Michigan State University. 

Loncff , R. (1971) . Supervisory Practices that Promote Academic 

Achievement in a New York City School. Phi Delta Kappan, 52, 
6, 338-40. ^ — 

Madaus, G.F.; Airasian, P.W.; & Kellaghan, T. (1980). School 
Effectiveness: A Reassessment of the Evidence . New York: 
McGraw-Hill Book Company. 

Mann, D. (1980). The Politics and Administration of the 

•Instruchionally Effective School'. Remarks for the National 
Graduate Student Research Seminar in Education sponsored by 
NIE and AERA. Boston. 

Marco, G.L. (1974) . A Comparison of Selected School Effectiveness 
Measures Based on Longitudinal Data. Journal of Educational 
Measurement , 11, 4, 225-234. " 

Maryland State Department of Education. (1978) . Process 

Evaluation: A Comprehensive Study of Outliers. Baltimore: 
MSDOE. (ED 160 644) 

Mayeske, G.W. et al. (1972). A Study of Our Nation's Schools . 
Washington, D.C.: U.S. Office of Education. 



35 



ERIC 



McCarthy r D.P.; Lazarus, A.; & Canner, J. (1981). School 
Improvement Project: A Summary of the First Annual 
Assessment Report. New York: New York City Public Schools. 
In Edmonds, R.R. (1981). A Report on the Research Project 
"Search for Effective Schools...". Lansing: Michigan State 
University. 

McCormack-Larkin, M. & Kritek, W.J. (1982). Milwaukee's Project 
RISE. Educational Leadership , December, 16-21. 

Meier, D. (1984). "Getting Tough" In the Schools. Dissent , 
Winter, 61-70. 

Meier, D. (1981). Why Reading Tests Don't Test Reading. Dissent, 
Fall, 457-466. 

Narvaez, A. A. (1984). Parents' Mops and Paint Save Newark School. 
New York Times Education Spring Survey , Section 12, April 
15, p. 38. 

New York City Public Schools. (1981). 1979 School Improvement 

Project Case Study Report. In Edmonds, R.R. (1981). A Report 
on the Research Project "Search for Effective Schools...". 
Lansing: Michigan State University. 

New York State Department of Education. (1974) . Reading 

Achievement Related to Educational and Environmental 
Conditions in 12 New York City Elementary Schools. Albany, 
N.Y.: Division of Education Evaluation. 

New York State Department of Education. (1974) . School Fa^-tors 
Influencing Reading Achievement: A Case Study of Two Inner 
City Schools. Albany, N.Y.: Division of Education 
Evaluation. (ED 089 211) 

New York State Department of Education. (1976) . Three Strategies 
for Studying the Effects of School Processes. Albany, N.Y.: 
Bureau of School Programs Evaluation of School Processes. 
(ED 126 572) 

New York Times. (1984). Schools That Work: 10 Profiles. New York 
Times Education Spring Survey , Section 12, April 15. 

Peng, S.S.; Owings, J. A.; & Fetters, W.B. (1982). Effective High 
Schools: What Are Their Attributes? Paper presented at the 
1982 annual meeting of the American Psychological 
Association. Washington, D.C. : National Center for 
Educational Statistics. 

Phi Delta Kappa. (1980). Why Do Some Urban Schools Succeed? The 
Phi Delta Kappa Study of Exceptional Urban Elementary 
Schools. Bloomington» Indiana: Phi Delta Kappa. (ED 194 660) 



36 

o 

ERIC 



Philadelphia School District. (1972) . Reading Improvement at Vaux 
Junior High School. Project No. 7214. Philadelphia: Office 
of Research and Evaluation. 

Porter, A.C. (1983). The Role of Testing in Effective Schools. 
American Education ^ January-February r 25-8 . 

Purkey, S.C. & Smith, M.S. (1983). Effective Schools: A Review. 
Elementary School Journal f 83, 427-52. 

Ralph, J.H. & Fennessey, J. (1983) Science or Reform: Some 
Questions About the Effective Schools Model. Phi Delta 
Kappan , June, 689-694. 

Reynolds, D. ; Jones, D.; & St. Leger, S. (1976). Schools Do Make 
A Difference. New Society , 29, July, 223-5. 

Rowan, B.; Bossert, S.T.; & Dwyer, D.C. (1983). Research on 
Effective Schools: A Cautionary Note. Educational 
Researcher , April, 24-31. 

Rutter, M. ; Maugham, B.; Mortimore, P, St Ouston, J. (1979). 

Fifteen Thousand Hours . Cambridge, Massachusetts: Harvard 
University Press. 

Rutter, M. (1983). School Effects on Pupil Progress: Research 
Findings and Policy Implications. Child Development , 54, 
1-29. 



Salganik, M.W. (1980). Academic Achievement in Urban Schools: 

What Works in Baltimore. In The Journalism Research Fellows 
Report: What Makes an Effective School? . Washington, D.C: 
Institute for Educational Leadership, 1979. 

Scott, R. St Walberg, H.J. (1979). Schools Alone are Insufficient: 
A Response to Edmonds. Educational Leadership , 37, 1, 24-7. 

Shoemaker, J. Fraser, H.W. (1981). What Principals Can Do: Some 
Implications From Studies of Effective Schooling. Phi Delta 
Kappan , November, 178-182. 

Silberman, C.E. (1970) . Crisis in the Classroom: The Remaking of 
American Education . New York: Random House. 

Sowell, T. (1976). Patterns of Black Excellence. Public Inter est, 
43, 26-58. 

Spartz, J.L. et al. (1977). Delaware Educational Accountability 
System Case Studies: Elementary Schools Grades 1-4. Dover, 
Delaware: Delaware Department of Public Instruction. 

Stedman, L.S. (1985). A New Look at the Effective Schools 
Literature. Urban Education , 20, 3, 295-326. 



37 



''^^^walbe^g' HT^^i^if- '"'4) :. Elementary School Cases. I„ 

'"'""'ISores' RlstclJ^'v?' . <"'8' • Suiaelines for Improving sAT 
ich^lf-pr^oJpkl"''"''' ""'""^^ Association of Secondfry 

Study in Implementation. Drbin EducaH.n ^tr'?; ^s^^l^ 
Au%"u%t !?:l6-r"- schools Great. 

(il l^TTiif studies, university o? §elawa-e. 

"^^-Sduc";?^o^!^!ii:~^ 

"""fclaiS--"-— ^^^^ 



38 



OVEMENT (0 



